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ABSTRACT

It has for a long time been argued whether the
learners' mother tongue, or English only should be used
in the EFL class. Some researchers and language teachers
have argued that the mother tongue should be used in the
EFL class in order to make the teaching and learning more
effective. Others have rejected it, and claimed that the
mother tongue has no place in the EFL class,and English
only should be used. The debate is still continuing.

In this thesis, it was aimed to enlighten the debate
on the use of the mother tongue in EFL by answering the
question:

' Is English taught more effectively to beginner
adult EFL learners when their mother tongue is used as &
reference system, or when English only is used in the
teaching proéess?’

In order to realize this purpose, an experiment with
two groups of leaners - the experimental group and the
control group - was designed, and carried out in a'private
language school.

The data gathered during the experiment revealed
that when the learners'! mother tongue was used in the
adult EFL class, the learners learned the grammar of the
foreign language better than the groups where English only
was used. The need for the use of the mother tongue was
increasing in parallel with the complexity of the struc-
tures to be taught. The more complex the structures were,
the more necessary was the use of the mother tongue on the
part of the learners. On the other hand, the use of the
mother tongue in adult EFL class did not make any diffe--
rence in the learners' communicative performance in either

groups.
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iv

DEFINITIONS and ABBREVIATIONS

academic approach Language learning in academic settings

as a school subject.

acquisition A term used for language learning which is
uncoscious, i.e. without deliberate attention to

rules.

audio-lingual An approach to teaching where oral imita-

tion, memorization and drilling precede spontaneous
speech, extensively using ®ecorded-dialogues and drills.

behaviourism A psychological theory, which considers
foreign language learning as a mechanical process of
habit formation.

cognitive syle Characteristic self-consistent mode of

functioning which individuals show in their perceptual
and intellectual activities.

communicative competence Knowledge of social, functional,
and contextual features of a language in question.

communicative language teaching A teaching approach rela-
ting the teaching techniques, language content and
materials to the communication needs of the learners

outside the classroom.

contrastive analysis hypothesis Comparison of two lan-~
guages for the points of difference in order to pre-
dict points of difficulty.

complete beginners Iearners starting elementary language
courses without any previous experience or study in
the language in question.

curriculum A specification of all the subjects taught in
an educational institution, or any values, attitudes,
etc., transmitted implicitly or exlpicetly by the
institution.




dirrect method Language teaching mainly througn concer-
sation, sometimes carefully arranged, but without
explicit statement of grammatical rules or the use
of the mother tongue.

EFL English as a foreign language.
ESL English as a second language.

foreign language learning ILanguage learning in a non-
supportive language environment,where instruction..
is to be the major source of input.

grammar - translation A language teaching method empha-
sizing the memorization of rules and the practice of
translaton.

iterference The effect that the knowledge of one lan-

guage has on the attempt to produce or understand
another.

learning a language crosslingually foreign language learn-

ing by reconstraction of the foreign language on a
mother tongue basis.

learning a language intralingually learning a foreign
language through it, independently of mother tongue
influence.

linguistic (or grammatical ) competence Competence with
reference to mainly formal and semantic features of
a language in question.

mentalism A view of learning and thinking which sees the
mind as a non-phsical reality underlying observable
human behaviour.

TEFL The Teaching of English as a Foreign Language

fransfer The influence of the knowledge of one language
on the learning of another.



CHAPTER I
INTRODUCTION

1.1. Background to the Problem

The century old debate in foreign language pedagogy
centres around the use of the learners' mother tongue in
teaching English as a foreign language. It is still
controversial whether the learner should be encouraged to
exploit his mother language knowledge and learn the foreign
language 'crossllngually', that is, through the mother
tongue, or whether he should keep his foreign language
completely separate and learn the target language entirely
within and through the foreign language, that is, 'intra-
lingually' (H.H.Stern, 1983).

Around 1960s, some researchers advocated the use of
the mother tongue in the learning of a foreign language,
since they favoured the Contrastive Analysis. Contrarily,
around 1970s, some researchers rejected the Contrastive
Hypothesis and supported the use of foreign language in the
féaching - 1éarning process, that is, language learning in
intralingual rather than crosslingual terms (for example,
Dulay and Burt, 1974).

In learning a foreign language, the learner at first
will go from the new language to and from experience (C.C.
Fries, 1945), since the older one grows the more deeply
embedded are the patterns of one's mother tongue (M.A.K.
Halliday, A.McIntosh, P.Strevens, 1964). Cognitively, the
learner - especially the adult learner -~ faces disorientation
with regard to all linguistic, semantic and sociolinguistic
aspects of the foreign language. While his mother tongue
competence is experienced as a secure and familiar frame
of reference, the foreign language system appears as in-
distinct, arbitrary, puzzling, almost entirely meaningless,
and often as artificial, even 'wrong', sometimes absurd,
and, on many occasions, disconcertingly confusing (H.H.
Stern, 1983).



The use of the mother tongue in foreign language
learning - teaching process seems more advantageous for
adult learners, since they differ psychologically in their
approach to foreign language. Adult learners can learn
languages more readily by means of cognitive and academic
approaches. They bring to the learning task experience
and great cognitive maturity (H.H.Stern, 1985). Adult
language learners are under the continual influence of
their mother tongue, therefore, they tend to learn a foreign
language by establishing structural and functional relation-
ship between their mother tongue and the foreign language;,
that is, contrastive analysis between two languages. D.A.
Wilkins (1974:3%2) cites that 'In any case many older learn—
ers will expect linguistic rules to be made explicit to
them, and learning can be hindered where expectations are
not fulfilled'. On the other hand, L.Bloomfield (1945),
in his article 'About Foreign Language Teaching' claims
that the unexperienced learner expects a foreign language
to contain words with the same coverage of meaning as words
in his mother language; the foreign language puzzles him
by using several different words for one tidea' (that 1s,
for one word in his mother language), or one word for
several fldeas' (that is, for several words in his mother
tongae).>'The beginners are also puzzled by such things
as inglectional differences. They want to have these
things explained; if ‘this want is not met they are likely
to lose confidence and develop blockages

Thus, an adult language learner will strive against
the practice of seeking word and form equivalents in his
own language until he has established a direct connection
between his experience and utterances and forms in the new
language (C.C.Fries, 1945).

The debate whether to use the learners' mother
tongue or the foreign language only in the EFL class has
not been resolved, yet. Nowadays, there is a tendency
among some educators and language teachers to reject the



use of the learners' mother tongue in the EFL class com-
pletely (F.G.A.M.Aarts, 1968). C.V.Taylor (1972) claims
that the rejection of the use of the mother tongue in EFL
is the result of methods and approaches exploited in the
past in teaching foreign languages. For example, the
direct method and the audio - lingual method ban its use
completely. The direct method emphasizes the use of the
foreign language as a means of instruction and communi-
cation in the language classroom and the avoidance of the
use of the mother tongue as a technique (H.H.Stern, 1985).
Also, the advocates of the audio - lingual method support
the use of the foreign language in EFL. They claim that
the mother language and the foreign language should be
kept apart in order to prevent the learner's mother lan-~
guage interference (D.Larsen - Freeman, 1986).

Contrarily, there are language teachers and educa-
tors who believe that the learners' mother tongue should
be used in TEFL., They claim that ébmetimes an explanation
in the mother tongue is necassary to avoid waste of tinme
in later correction of misconceptions formed by unexperi~
enced learner deductions (W.M.Rivers, 1964). There is a
disagreement, however, between the supporters of the mother
tongue about where and when to use it, that is, at which
level of the teaching process and how.

some experts insist that the mother tongue should
be used particularly at the elementary level (H.H.Stern,
1983), whereas others reject this idea and insist on its
abundance at this level (P.D.Strevens in 'Translation and
Foreign Language Teaching' by F.G.A.M.Aarts, 1968). Also,
there are educators whi advocate its use at every stage
of the teaching process for quick and informal checks on
comprehension (D.A.Wilkins, 1974).

A number of educators -~ especially the advocates of
the communicative approach to language teaching ~ claim
that the learners' mother tongue should be used on a lim-
ited scale - i.e. Jjust to help learners to overcome diffij



culties related to the linguistic, communicative and cul-
tural differences between two languages (M.Finocchiaro,
1982). Others assert that it may be used in the form of
translation to check listening comprehension and to help
learners to grasp the linguistic differences and similar-
ities between .two languages (J.F.Green, 1970). Contrast
and comparison with the mother tongue seems to be the
simplest way of helping learners understand and remember
a difficult structure (T.Urgese, 1987).

Currently, most of the language teachers are in
confusion about the use of learners' mother tongue in the
EFL class. As a result of this, they apply their individ-
ual approaches which cause disagreement in theory and
practice among educators and language teachers.

Mary Finocchiaro, who is one of the advocates of the
communicative approach in TEFL, cites that the communicative:
approach is the principal objective in the majority of
current second and foreign language teaching programmes
and expresses its attitude towards the use of the learners!
mother tongue as follows:

'The use of the learners' native language is
permitted - and indeed encouraged - to explain,
for example, those elements in the social situa-
tion that may require a more formal variety of
language; to clarify instructions; to compare or
contrast grammatical or communicative expressions
in the first and second languages; and, above all,
to help students retain their pride in their native
tongue and culture'!(Finocchiaro, 1982:26).

In this thesis, the researcher assumes that the
communicative approach to language teaching and its atti-
tude towards the learners' mother tongue in TEFL is likely
to clarify the debate concerning the use of the mother
tongue in the adult EFL class. ’



1.2. Problem

Is English taught more effectively to beginner adult
EFL learners when their mother tongue is used as a refer-
ence syétem, or when English only is used in the teaching
process?

l.2. Limitations and Assumptions

The research was limited to complete beginner adult
EFL learners learning English at private language schools.

The subjects of the experiment were assumed not to
have any knowledge of English beforehand, since they were
all complete beginners. They were assumed to be well
motivated.

The tests used in the experiment were assumed reli-
able and valid enough to measure the language performance:
of the learners.



CHAPTER TWO
REVIEW OF LITERATURE

Rasearchers in for#ign and second language have
been asking, how it is that an adult can learn a foreign
or second language. What is it that enables a learner to
internalize a new linguistic system? How does he do it?

Charles C.Fries (1945), whose opinions reflect the
behavioral psychology, cites that an adult who has already
learned a mother language extensive enough to grasp and
express a rich and varied experience can never again in
the same position as a child learning his mother tongue.
For an adult the new language will probably never function
in the same way his mother language does. At first, the
adult learner will go from the new language symbols through
his own language symbols to and from experience, but he
should struggle against translation and the practice of
seeking word equivalents in his mother tongue until he has
established a direct connection between his experience and
utterances in the new language.

Translation and 'word equivalents' which seem to
save time at the beginning may cause delay in the long run
and may,if continued, even set up such habits and confu-
sions as to obstract any real control of the new language.

The fundamental matters of the language to be
mastered on a production level should, as soon as possible,
be made unconscious habits. For this purpose, many whole
sentences, questions and answers, require repetition and
more repetition until the production becomes an automatic .
unconscious habit.

As a conclusion, he states that any adult who has
learned his mother language can learn another within a
reasonable time if he has proper guidance and materials,
and if he cooperates thoroughly. If an adult is to gain
satisfactory proficiency in a foreign language most

3



quickly and easily he must have satisfactory materials

upon which to work - i.e. he must have the important items
of the language selected and arranged in a properly related
sequence with special emphasis upon the chief trouble
points. With proper materials based on descriptive analy-
sis of both the language to be studied and the mother tongue
of the learner can an adult make the maximum progress to-
ward the satisfactory mastery of a foreign language.(C.C.
Fries, 1945). |

These explanations reveal the fact that Fries' o-
pinions on adult foreign language learning are based on
the Contrastive Analysis Hypothesis.

Barry P. Paylor (1972) opposes the Contrastive Anal-~
ysis Hypothesis. He cites that it was considered to be
able to explain how an adult learner learned a foreign lan-
guage in the past, but is considered inadequate at present.
He claims that the hypothesis seems to be partiaslly or
totally invalid in at least three different areas: First,
behavioral psychology and trasfer theory on which the
Contrastive Analysis Hypothesis is based on, have been
found to be invalid, since they do not adequately account
for the learner's creativéicontribution to language learn-—
ing. Second, linguistic theory is at present insufficient
in comparing languages for points of differences in order
to predict points of learning difficulty. And third, it
has been known for some time that foreign language learn-
ers make some errors which cannot be attributed to the
structure of their mother tongue, and therefore, cannot be
predicted by a comparison of learners' mother tongue and
the foreign language.

The Contrastive Analysis Hypothesis was popular
around 1960s, and it was assumed that the foreign language
learner was a passive participant in the language learning
process, totally dependant on his teacher for drill and
reinforcement in order to learn.

However, at the end of 1960s and around 1970s the
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attitude was to consider that the jadult language learner,
like the child, is an active participant in language learn-—
ing and that he copes directly with the foreign language

in his attempts to learn it. Like the child, the adult
language learner will try to speak the foreign language
before he has mastered it, and his linguistic attempts will
reflect his imperfect control of the language (B.P.Taylor,
1972).

In other words, it was assumed that a child learn-
ing his mother tongue and an adult learning a foreign lan-
guage could be using the same system.

-

D.A.Reibel (1969) tries to enlighten the case basing
his opinions on the Nativist view. He claims that there
is some innate language learning competence, which, applied
in the right way, leads to linguistic competence that un-
derlies linguistic performance. Together, the innate
learning principles and their application constitute the
learner's language learning strategy.

Adults possess the same innate language learning
competence as the child, but not all of them apply it in
the same way, or even at all, and it was such differences
in language learning performance that accounted for the
\wide variation in degree and kind of foreign language
ability that is seen in adults as opposed to children (D.
A.Reibel, 1969).

Contrarily, some researchers reject the idea that
the adult and the child learner learn a foreign language
by using the same system, and argue that language is a
complicated abstract formal system, and young children.
seem not to have the general cognitive capacity to deal
with such systems. Theories which assume an essential
similarity between adult foreign language learning and
child language acquisition have been driven to demand
additional apparatus to account for the various diffe-
rences (B.L.Kennedy, 1988).



At present, contrary to the assumption, which was
common in late 1960s and early 1970s, that the adult lan-~
guage learner learning a foreign language and the child
acquiring his mother tongue could be using the same system,
it is assumed that they apply different systems. The
reason being that the conditions of learning a foreign
language and acquiring a language are not identical (D.A.
'‘Wilkins, 1974).

S.D.Krashen characterises language acquisition as
a subconscious process which results in the knowledge of
language whereas 'language learning' is a conscious process
which results only in 'knowing about' the language or ex-
plicit learning. The discussion of language acquisition
has centered entirely on children learning their mother
tongue. OSome researchers have assumed that children
acquire, while adults can only learn (S.D.Krashen, 1982).

Adults have already had learned a language. They
have had more practice in speaking their mother tongue,
and therefore, the rules and the system of the mother
tongue is likely to interfere with learning the system of
the foreign language. This is what makes foreign language
learning and mother tongue learning (language acquisition)
quite different processes (R.L.Politzer, 1970).

Jeremy Harmer (1983:%3) argues,

'...adults learning a foreign language are
not children acquiring their mother tongue. The
latter have a tremendous amount of time to acquire
their language, and it is a slow process. The
former, however, may be very limited in the amount
of time they have to learn, and they may want or
need to see results quickly'.

Adult learners generally expect formal instruction
eand want it, and it seems to be true that langunage that
is learnt in this way, and then practised, can become part
of the acquired store. 7Young learners may not benefit
greatly from an emphasis on conscious learning whereas
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adults have variety of learning strategies which they can
draw upon (J.Harmer, 1983)., Adult learners can call upon
learning abilities which children have not yet developed.
They can recognize the overall activities of language
learning. They can identify and make explicit the aim of
any particular learning sequence. They can bring to bear
deductive and analytical abilities. They can sustain
mental effort and perhaps motivation over longer periods.
Adult learners are therefore able to exploit a wider range
of learning strategies than children, so that their actual
achievement can be well ahead of that of children (D.A.
Wilkins, 1974). Adults learning English bring to the

task a mature personality, many years of educational
training, a developed intelligence, a determination to

get what they want, fairly clear aims, and above all
strong motivation to make as rapid progress as possible,
An adult is no longer constrained by the educational system
or parental pressure to learn English, so the problem of
dealing with conscripts do not exist. Since people choose
to be present in an English class, the opposite is more
the case - the teacher's task is to utilize and channel
his student's motivation so that his specific needs and
aims are optimally fulfilled.

Adults require a different teaching strategy from
that used with younger age groups. On the whole they learn
more quickly as they have been trained in learning for many
years. Less demonstration is called for, and more expla-
nation, since an adult mind demands reasons for things and
a clear formulation of the principles involved. Hence the
constant requests from an adult class for the 'rules' of
English grammar.(G.Broughton, C.Brumfit, R.Flavel, P.Hill
and A.Pincas, 1978).

H.H.Stern (198%) makes a review of the learning
research, and from this he derives strategies which he
hypothesizes good adult learners are likely to employ
while less efficient learners employ them only weakly,
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fail to maintain then concurrently, or fail to develop
them altogether.

1. Good language learning involves first of all an
active planning strategy. He/she will select goals and
subgoals, recognize stages and developmental sequence, and
actively participate in the learning process.

2. The good adult language learner employs an
'academic! (explicit) learning strategy. Language learning
is, to some extent a perceptual and cognitive task, and
good language learners are prepared to study and practise.
That is, they regard the language as a formal system with
rules and regular relationships between language forms and
meaning. They pay attention to these features and, either
independently, or by comparison with their mother tongue,
develop the foreign language as a consciously perceived
system which they constantly revise until the learning
process is completed. They analyse the language and devel-
op the necessary techniques of practice and memorization.
They learn to exclude the mother tongue more and more until
they gain internal standards of grammaticality and appro-
priateness. They are capable of treating the language as
knowledge and as a skill to be acquired. ZFailure to learn
can be attributed to failure to employ one or the other
strategy when its use would have been critical.(H.H.Stern,

1983).

2.2. Language Learning Strategies for Adults

Some of the most effective methods currently in use
are those which recognize the learners as adults with
emotions, needs and values. These factors seem crucial in
the development of lessons for adult EFL learners. Such
lessons need to be:

l. Meaningful to the learner. The presentation
must be in the language that the learner can understand,
and it must concern situations and contexts that the
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learner recognizes useful and realistic.

2. Limited and controled. There must be some kind
of system to the presentation of language to make the
learning efficient, and to motivate the learners through
a series of successful stages. It minimizes frustration
and confusion on the part of the learner if there is a
progression from 'no choice'activities to those of limited
choice to those with some free type of activity within the
proficiency of the learner. ZEmphasis needs to be placed
on asking a learner to perform only when he/she is ready.

5. Focuses on a few areas at a time. Besides focus-
ing on the foreign language itself, cultural awareness and
non-verbal aspects of communication need to be introduced.
At the same time, it is important to be highly selective
when combining language/culture skills into a single
presentation. Overloading learners with many new concepts
at one time is counter-productive.(D.Ilyin, T.Thomas, 1978).

2.5. When and How to Use the Mother Tongue

Language pedagogy between 1900 and 1980 and language
learning research between 1950 and 1980 have tried to solve
the major language learning problems, one of which is the
use of the mother tongue in EFL (H.H.Stern, 1983).

Some researchers have advocated the use of the
learners' mother tongue in EFL class, others have rejected
its use, and claimed that the foreign language only should
be used in the teaching of a foreign language.(Dulay and
Burt, 1974. in H.H.Stern, 1983). The learner can not
progress to independent use of the language until its basic
patterns of phonology, grammar, and lexis become so estab-
lished that he can stop worrying about such matters as
tense usage or word order. He cannot become competent in
the foreign language until he breaks down the habit of
mentally translating every sentence into the mother tongue
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or forming ideas in the mother tongue and then translating
them into English; English utterances must be directly
associated with the situations and contexts in which they
normally occur, not with supposed 'equivalents' in the
mother tongue.

In the light of these goals the teacher should asses
the conribution of the use of the mother tongue, whether
as a teaching technique or as a skill to be masfered (J.F.
Green, 1970).

The researchers, who advocate the use of the mother
tongue in the EFL class, have, for a long time, been
debating when and how to use it. Many of them have claimed
that the most convinient way of approaching the question
of when and how to use the mother tongue might be to dif-
ferentiate between two separate functions, the first
involving the conveying of information, and the second
related to translation.(E.Piasecka, 1988).

2.%.1. Conveying the Information

The experts and researchers advocating the use of
the mother tongue for conveying the information claim that
it may be used for the following purposes:

a) Class management — giving instructions. Instruc-

tions should normally be in the foreign language, but at
the beginning they need to be explained in the mother
tongue, and thereafter, they should be in English (J.F.
Green,1970;F.G.French, 1948). Once the learners' compe=
tence has progressed to a level where the foreign language
itself can be understood clearly, there will be no need to
use the mother tongue for this purpose (D.A.Wilkins, 1974;
F.G.French, 1948).

b) Setting the scene.

¢) Language analysis.

d) Rules. Rules governing grammar, phonology,
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morphology, spelling, formal speech and writing can be
arrived at collectively or explained by the teacher in the
mother tongue(K.Piasecka, 1988). Explanations of grammat-
ical points and usage often require the use of the mother
tongue. Many grammatical errors made by learners are
caused by the deffering systems of the learners' mother
tongue and the foreign language. Comparison and contrast
with the mother tongue on grammatical points is often very
helpful, especially to adult learners (F.G.French, 1948;
J.F.Green, 1970; M.Collingham, 1988). Where the teacher
decides that a comparison is Jjustified, he should emphasize
differences rather than similarities (J.F.Green, 1970).

e) Cross-cultural issues. The teacher of the same
ethnic origin is aware of the cross-cultural issues and can
explain them (X.Piasecka, 1988).

f) Teaching phonology. Individual sounds as well as
patterns of stress, rhythm and intonation can be compared
between two languages. The relationship of the sound
patterns to the writing system of different languages can
also be contrasted (M.Collingham, 1988).

g) Materials. Worksheet and tapes with mother-
tongue instructions or prompts (K.Prasecka, 1988).

h) Resolving individual areas of difficulty.

i) Assesment and evaluation of the lesson.

) Correcting, indicating the nature of errors.

k) Pattern practice. This involves very little
use of the mother tongue, a single mother-tongue cue

usually enables the learmer to produce a correct English
sentence (J.F.Green, 1970).

2+.%.2. Translation

Some researchers insist that the use of 'trans-
lation' can be useful in teaching a foreign language.
However, they do not refer to the method whereby trans-
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lation passages are set in order to test whether particular
linguistic items have been grasped, but a more creative
use of translation(M.Collingham, 1988).

'Translation' can be used for the purposes below:

a) Discussion.

(1) Learners can write down what they want to
do in the class in their mother tongue. This can later be
translated by the teacher (M.Collingham, 1988).

(2) Learners can talk on to a tape in their
mother tongue. This can later be translated (M.Collingham,
1988).

b) Role -~ play. Learners can role - play a situa-
tion, first in their mother tongue. If they tape it, they
can play back the tape and gradually translate what they
said into English (M.Collingham, 1988). This process of
translating the mother tongue version into English alerts
learners to the fact that one cannot translate words
separately , but only ideas and phrases. Thus, learners
will be asble to develop an awareness of how the two lan-
guages differ (K.Piasecka, 1988).

¢) Teaching Vocabulary. By comparing words in
English and the learners' mother tongue, questions can be
raised concerning the boundaries of translation - one
word in one language may be translated into two words in
another, and viee versa (M.Collingham, 1988).

d) Comprehension. Translation may be used for
checks on comprehension. There are many ways of testing
comprehension; asking for synonyms, examples, scetches,
and so on. However, sometimes it is quicker and easier
to ask for a mother tongue explanation. The teacher
should not expect a perfect tramslation, £or probably
none exists, but he should be able to determine whether
the learner is using the language intelligently (D.A.
Wilkins, 1974; J.F.Green, 1970; T.Urgese, 1987).
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e) Creative writing. Learners can tell stories in
their mother tongue, and then this can be translated into
English (M.Collingham, 1988).

2.4, Arguments in Favour of the Use of the Mother Tongue
in EFL

Sometimes language teachers have been told to use
only the foreign language in the classroom, but in most
cases the learners' mother tongue and the foreign lan-
guage, English, is used both by the teacher and the learn-
er. Often, certain explanations of the language or
activities will be most efficient if done in the learners'
mother tongue (M.Lewis, 1986).

The use of the mother tongue cannot be neglected
in the EFL class. The teachers who forbid the use of the
learners' mother tongue, have forgotten what goes inside
the learners' head. The learner searches in his mind for
the equivalent of the item in question in his mother
tongue, and he is satisfied only when he finds it (F.G.
French, 1948).

The thinking, feeling and artistic life of a person
is rooted in his/her mother tongue. At the elementary
stages of learning a new language, the learner's
repertoire is limited to those few utterances already
learnt, and he/she must constantly think before speaking,
when having a conversation, people often become fully
aware of what they actﬁally mean only after spesaking.
People need to speak in order to sort out their ideas,
and when learning a new language this is often best done
through the mother tongue (K.Piascka, 1988).

At the early stages of learning a foreign langusage
the learner - especially the adult learner - faces dis-
orientation with regard to all linguistic, semantic and
sociolinguistic aspects of the foreign language(H.H.Stern,
1983).
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For these reasons, the use of the mother tongue
should not be neglected in EFL - especially at the initial
stages of learning a foreign language .

Some researchers argue that learners frequently
mentally interpose the translation process themselves in
the initial stages of learning. Irrespective of the method
applied or approach adopted, they think in their mother
tongue. Therefore, translation is taking place, even
though the learner has said nothing aloud (¥.G.French,

1948; Z.Nadstoga, 1988; W.M.Rivers and M.S.Temperley, 1978).

In order to break the habit of mental translation
and to establish a direct association between the item and
the context in which it is used the language should,
wherever possible, be taught 'situationally', using
pictures, gestures, verbal contexts, etc., to establish
use and meaning and stimulate meaningful practice, but it
should not be interpreted as a technique to avoid the mother
tongue when presenting a new item and not as a way of
practising the language. The effectiveness of a presen-
tation is to be determined not by the teacher's avoding
the learners' mother tongue, but by how guickly the
learners can use the item correctly in appropriate situ-
ations.

Many words, especially abstract nouns, are difficult
or time-consuming to present situationally. Where other
presentation techniques seem likely to waste time or cause
misunderstanding, the most sensible solution is to give a
mother-tongue explanation or approximate equivalent.
However, 'situational presentation' is worse than useless
if it leaves the learner confused (F.G.French, 1948; J.F.
Green, 1970).

However, 'situational presentation' or 'givinig
the mother tongue equivalent' of a lexical item both have
disadvantages. To present a lexical item in association
with a single object is to do little in establishing the
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meaning of the word. It invites the learner to overgene-~
ralize the meaning of the word, encouraging the idea that
there is a clear class of objects, indicating by the one
that is shown, and that for this class there is a label in
the foreign language just as there is one in the mother
tongue.

In the same way as when 'translation' is used to
teach meaning, the learner may assume the meaning of the
word as the same meaning of the equivalent word in the
mother tongue, so that the foreign-language form will
become associated with the semantic system of the learners!
mother tongue.(D.A.Wilkins, 1974). This is dangerous,
since a word in one language hardly ever 'means the same’,
for they operate within quite different system of rela-
tionships and contrasts. Sometimes their range of meaning
is completely different. This is even true of grammatical
structures (J.F.Green, 1970).

The teacher can do his best to discourage it Dby
presenting the language in a general cultural context whieh
is clearly different from that of the learners' mother
tongue and by establishing a set of visual associations
for any item so rich that assumptions of interlingual
synonymy will be difficult to sustain. It is also necessary
for the learning of any one item that its extralinguistic
associations should be contrasted with those of other
related items. Without this the limits of its denotations
cannot be known.

The teacher can use a number of techniques for using
the foreign language to teach the meaning of language, and
these will be valuable to him on some occasions. He can
use definitionms, examplifications, paraphrases, in general,
the verbal context, to make meaning clear. He may also
make such relations as antonymy and synonymy quite explicit
(D.A.Wilkins, 1974). To summarize, the disadvantages of
the use of translation in teaching vocabulary overweigh.
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tha advantages (D.A.Wilkins, 1974; R.Wang, 1990). Never-
theless, 'translation' should not be totally banished

from the EFL class. There are occasions when 'translation’
will be necessary because the use of linguistic and non-
linguistic context of the foreign language will lead to
confusion and ambiguity (D.A.Wilkins, 1974). Once the
learner's competence has progressed to a level where the
foreign language itself can be understood clearly, there
will be no need to use the mother tongue (translation)

for this purpose (¥.G.French, 1948; D.A.Wilkins, 1974).

In spite of all these veiws, the question whether
to use the learners' mother tongue in EFL or not, has not
been resolved, yet. There are language teacher who avoid
the use of the mother tongue as much as possible.

C.V.Taylor (1972) asserts that the reason why many
teachers have been frightened of using the learners!
mother tongue or any 'translation' in EFL class is the
reflection of the attitude aroused among the teachers
after the rejection of the grammar - translation method.
In practice, however, a large number of teachers translate
words or sentences when they see that their students do
not understand what they say in the foreign language,
since gestures and situations are frequently ambiguous.

The behaviourists have insisted on the use fo the
foreign language in the EFL class, so that it becomes a
habit. This view accepts the idea that language includes
habit formation. In practice, however, the situations
created in the class have been artifical for the learmer
to guess the meaning of :the item being taught.

Principles on the Use of Translation in EFL,

C.V.Taylor (1972)draws out three principles on the
use of 'translation' in the EFL class.

1., MTeacher's translation is prefered to the learn-
ers'. Meanwhile, it does not depend on who translates,
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but also the level at which translation is done. Trans-~
lation should be done in clause or sentence level. What
is bad about translation is the word-for-word method.

2. Teachers who translate should translate at
utterance level. The teacher should never use bits and
pieces to assist the learner.

%3, Any use of translation should involve a decision
about when to use it.

a) All tramslations into the learners' mother
tongue should be given after the new linguistic material
has been presented.

b) In many cases it will not be required.

Translation or mother tongue should be used when
communication breaks down; even early in the course, if it
appears at the right moment in relation to the perplexity
of the learner. W.M.Rivers (1964) points out that trans-
lation at utterance level is legitimate way of facilitating
the language-learning process when concepts are too ab-
stract, or too confused for the use of situational and
gestural methods.

2.5. The Current Attitude Towards the Use of the Learmers'
Mother Tongue in EFL

At present, there is not an agreement among the
language teachers on the use of the mother tongue in EFL.
It is not much used in teaching foreign languages, since
the debates concerning its use are still continuing.
Teachers are told to wuse it only to explain difficult
points of grammar or how to do an exercise or when, after
many attempts through the foreign language the learners
40 not understand the meaning of an item, but many teachers
generally apply their individual approaches. (T.Urgese, 1987).
Meanwhile, the majority of the current researchers claim
that used in moderation and with common sense, the learners'
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mother tongue is a valuable aid - for instance, in helping
to make explanations faster and more precise (M.Swan and
C.Walter, 1984). For example, the English teaching pro-
gramme of the Open University in Turkey. In this pro-
gramme, the grammatical and communicative structures are
first presented in English by a native English teacher,
and then explained in Turkish by a Turkish teacher.

2.6. The Organization of the Use of the Mother Tongue

The foreign language and the learners' mother tongue
both have a role in the EFL class, but not in disorganized
mixture. The teacher should try to avoid the situations
in which an explanation in one language is broken by
examples in both languages. This serves only to confuse.
As far as possible, he should have a clear break between
language changes. Teacherg have probably experienced the
strange situation of someone speaking to them in their
mother tongue in a situation where they expected a foreign
language and not understanding, simply because they were
expecting something else. The teacher who constantly
switches languages in the classroom is exposing learners
to exactly that difficulty. As far as possible, the
teacher should separate the mother tongue and the foreign
language clearly, without being afraid of either (Michail
Lewis, 1986).

2.7. Arguments Against the Use of the Mother Tongue as
a Method of Teaching in EFL class

There are strong arguments against the use of the
mother tongue as a technique. Some experts insist that
every language has its own set of habits: habits of word-
order, sentence-patterns, and phrase-patterns, habit of
using certain words not found in other languages. It is
impossible to get command of the habits of one language
by using continually the guite different habits of another
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language. The use of learners' mother tongue or 'trans-—
lation' recalls the language habits of the mother tongue,
and is therefore an obstacle to the learning of a foreign
language (F.G.French, 1948).

On the other hand, some experts claim that the use
of the mother tongue could be a help, but the disadvantages
outweigh the advantages. A presentation in the foreign
language is important, and it is especially important for
beginners - because, without the help of the mother tongue,
learners have to adjust to a new language, environment
with the aid of the teacher's facial expressions and
gestures so as to form habit of thinking in the foreign
language, which is of vital importance in acquiring com-
petent speech (R.Wang, 1990).

The strongest argument against the use of the
mother tongue or 'translation' comes from A.R.Bolitho
(1976). He asserts that both J.F.Green and C.V.Taylor
recommend an ‘'occasional! Jjudicious use of the mother
tongue in the EEL class, putting the responsibility on the
teacher to decide when and how to use it. He states that
the idea of using the learners' mother tongue seems to be
weak on the following grounds:

1. While the older teacher with great amount of
experience may feel sure of this ground and may be able to
choose the right moment for 'judicious' use of the mother
tongue, but younger and less experienced teacher may find
such a decision difficult and he may do more harm than
good if his own attitude to the use of the mother tongue
is seen by his students to be uncertain and unconsistent.

2. Bxplaining the meaning of a word or phrase by
the 'direct' or,also called ‘situational' method is more
effective than explaining it by the use of 'translation'.
In 'direct' method the learner may have to work hard to
understand the meaning, but their satisfaction will be
greater for it, whereas if the meaning is expressed by the
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use of the mother tongue, the learner will have a comfort-
able, reassuring feeling that they 'know' the new item,
but the learning tension will be lost. ILearners generally
remember an item better if they have had to work hard to
grasp it in the first place. This applies as much to the
teaching of structures as to that of individual words or
phrases.

3. 'Translation' does not help the teacher to save
time. He may believe he is saving time by resorting to the
mother tongue, but that time will soon be added to if con-
stant revision and remedial teaching of the item in ques-
tion are later found to be necessary.

The teacher may have to work hard to establish the
atmosphere of the foreign language in the classroom.
However, if he allows the introduction of the mother tongue
by himself or by one of the learners, this hard-won
achievement would be destroyed. It may take a considerable
time to restore the atmosphere and to recapture the learn-
er's concentration. Indeed, if the mother tongue is used
too frequently, the learners may loose the will to make
the effort to concentrate onm communicating in the foreign
language.

4, If a teacher decides to use the mother tongue,
for whatever reason, he should also analyse its more clear
implications in terms of time spent speaking the foreign
language as compared with the time spent speaking. in the
mother tongue. Time spent speaking in the mother tongue’
may be considered time lost. ZEven if foreign language
explanations are sometimes long and tortuous, they have
the advantage of being in the foreign language, and the
learner is thus continuously exposed to a meaningful use
of the foreign language.

5., If learners realize that their teacher is
willing to make wuse of the mother-tongue explanations
in the initial attempts in the foreign language, they may



24

refuse the effort to understand in the foreign language in
the first place. On the other hand, the lazy teacher may

like such a vague state of affairs, for he will also have

the feeling that he can rely on the mother tongue to help
him out, and this can consequently break the motivation of
the learners.

6. The direct association of a foreign-language
word with an image or of a phrase with a situation, may
be exclusive to the culture of the foreign language.
For instance, these items which are untranslateable in
some or all of their contexts. Also, by means of approxi-
mation and oversimplification, the teacher may even distort
the true meaning of the item concerned.

In Bolitho'opinion (1976) there is nothing in a
language which cannot be taught quite satisfactorily in
that language. The mother tongue has no place in the EFL
class, whether in the form of the spoken or of the written
word, or even in the learnmers' thoughts.

' In any case, the concequences of constant
reference to the mother tongue whether mental or
otherwise, are grave. If the learner is allowed
to develop this habit, he may never succeed in
making the all-important 'leap' into the culture
of the foreign language and without this, he can
never master the language'.(A.R.Bolitho, 1976:{{3).

At the beginning of a course, if a teacher explains
clearly to the learners why he is banning the mother tongue
from the classroom, he will get results, and the problem
of mental translation will eventually solve itself; there
will come time it will cease of its own accord.

The teacher should aim at his students self-suff-
iciency in the foreign language, but not success in
examinations which prove little. This self-sufficiency
depends primarily on an ability to paraphrase in the
foreign language; it will never be attainedas long as the
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learner depends on reference to the mother tongue (A.R.
Bolitho, 1976).

2.8. The Role of the Learners' Mother Tongue in the Most
Widely Applied Foreign Language Teaching Methods

2.8.1. The Grammar-translation Method

The learners' mother tongue is maintained as the
reference system in the acquisition of the foreign language
(H.H.Stern, 1983). The meaning of the foreign language is
made clear by translating it into the learners' mother
tohgue. The language that is used in the class is mostly
the learners' mother tongue (Diane Larsen-Freeman, 1986).
Vocabulary is presented in the form of a bilingual list
(S.D.Krashen, 1982). The learners' mothér tongue is a
keystone of the learning and testing in the grammar -
translation method (W.Rivers, 1964).

2.8.2. The Direect Method

The foreign language is used as a means of instruc-
tion and communication in the language classroom (H.H.Stern,
198%). The direct method theorists exclude the learners'
mother tongue from the early instructions as much as
possible, but admit it as an art at advanced stages (W.
Rivers, 1964). They reject the use of the learners'
mother tongue and translation as a technique in the class-
room (Diane Larsen-Freeman,l986).

2.8.%5. The Audiolingual Method

The habits of learners' mother tongue are tought to
interfere with the learners!' attempts to master the foreign
language. Therefore, the foreign language is used in the
classroom, but not the learners' mother tongue. A con-
trastive analysis between the learners' mother tongue and
the foreign language is supposed to reveal where a teacher
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should expect the most interference (D.Larsen-Freeman, 1986).
However, the use of learners' mother tongue in the language
class or in the learning materials is not as severely
restricted as it is in the direct method (H.H.Stern, 1983).

2.8.4. The Communicative Approach to Language Teaching

This approach allows the use of the learners' mother
tongue to explain those elements in the social situation
that may require a more formal or informal variety of the
language; to compare or contrast grammatical and communi-
cative expressions in the mother tongue and the foreign
language; and to help learners retain their pride in their
mother tongue and culture (M.Finocchiaro, 1982).



CHAPTER III
RESEARCH DESIGN

3.1. Method

The method of the research was experimental with two
groups - the experimental group and the control group.
The research design model was longitudinal.

The purpose of the experiment was to measure and
compare the communicative and grammatical performance of
the beginner adult learners in EFL classes where the foreign
language only was used and where the learners' mother tongue
was used for the following purposes: to give and clarify
instructions; to explain those elements in the social
situation that may require a more formal or informal variety
of the language; t0 compare or contrast grammatical and
communicative expressions in the mother tongue and the
foreign language.

3.2. SubJects

The subjects of the experiment were beginner adult
language learners learning English as a foreign language
at private language schools.

The experiment was administered at one of the lan-
guage schools in Bursa. In the language school there were
both complete-beginner classes and false-beginner classes.
The experiment was applied to two groups of complete-
beginner adult learners, since the researcher aimed to
maintain homogenity between the groups at the beginning
of the experiment, and this could be best achived with
complete beginners.

The subjects in the first group, which was the
experimental group, were drawn from the groups taught by
Turkish teachers. It consisted of sixteen learners. The
subjects in the other group, which was the control group,
were drawn from the groups taught by native English
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teachers. This group consisted of seventeen learners. In
the drawing out of the groups the observation technique
was used. The researcher observed the classes in the
language school, and tried to draw out the most suitable
two groups from the point of age, education, and number.
Attention was paid to the teaching techniques and experi-
ence of the teachers of the groups as well.

Subjects ranged in age from 20 to %5. The balance
of males females was in favour of the males ~ 40% females
and 60% males. The majority of the learners were high-
school (lise) graduates.

3.%3. Materials

In the experiment three tests were used. They were
standard tests used for the examinations in the language
school, and were prepared by the test designers of the
language school where the experiment was administered.

The category of the tests used in the experiment was
achievement tests. The tests were intended to measure the
communicative and grammatical performance of the learners.

In preparing the tests, the curriculum of the lan~
guage school and the textbook - The Cambridge English
Course, Book 1, by M.Swan and C.Walter, 1984., - were taken
into consideration.

The writers of the textbook summarize the basic
principles which have guided them in writing the course as
follows:

1. The language-learning process. They claim that
very little is known about how languages are learnt.
However, two things seem clear:

a) Most adults learn a foreign language more
effectively if it is 'tidied up' for them to some extent,
so that they are exposed especially to items which corre-
spond to their needs, and so that they can more easily
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perceived the regularities of the language structure.

b) They also need to be exposed to a certain amount
of 'untidy' natural language. Without this unstructured
input, the individual's unconscious ability to acquire
languages cannot operate effectively.

Besides, it is important to provide materials which
cater for both of these ways of approaching a language
(sometimes called ‘'learning' and 'acquisition' respectively).

2., Preview. Teaching materials should introduce
learners from the beginning to some language which is beyond
their productive capasity; they should be trained in
techniques which help learners to cope with such materials;
key learning items should be ‘previewed' whenever possible.

3. Respecting the learner. Adult beginners are
people of normal sensitivity and intelligence, with a
wealth of personal experience and knowledge. Language
course materials should respect the learner, involving as
much of his or her personality as possible.,

Different individuals have different learning strat-
egies and different aims. Some learners learn better
through practice in which they express their own ideas and
feelings; others when dealing with impersonal, factual
materials; others when playing a role of some kind. All
of these learning styles should be taken into consideration.

Learners have views about what they want to learn
and how they can best achieve their aims.

4, TFiction and humour. These are both good in their
places, but neither should be allowed to dominate teaching
materials. In courses which are based on functional input
heavily, learners do not usually get enough opportunities
to talk about things outside the ‘pretent' world of the
story.- line or dialogue, and thereafter, learning is
depleted.
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5. The syllabus -~ formal or communicative. Until
recently, course have almost taken the forms of the lan-
guage as their starting point. A typical 'beginners' course -
of this kind will work systematically through a list of
basic structures and common words. |

However, since they do not work from a systematic
semantic syllabus, there is no guarantee that all the most
important meanings are in fact covered by the course.

Recent development in linguistics have made it
easier to draw up a 'syllabus of meaning' to look syste-
matically at the things we do with language, 'functions!
and the ideas we express 'notions'. Some newer language
courses have taken these meaning categories as the basis
for their syllabus. Instead of working through a list of
structures, learners will work through a list of functions,
for example, 'asking for information', 'offering help',
'agreeing', and skills, for example, 'listening for gist’',
'speaking fluently', 'writing personal letters'.

This approach, however, has its drawbacks. For
instance, only structures and words which are obviously
relevant to the functions, notions and skills that have
been chosen are certain to get into syllabus.

In fact, neither a formal progression nor a
communicative syllabus is adequate as a basis for a lan~
guage course. Several interwined syllabus (lexical,
structural, phonological, thematic, functional, notional,
situational, skills) are required to capture the complete
range of language items and language uses which our
students will need to master.

6. JVocabulary. Vocabulary acquisition is the
largest and most important task facing the language learner.
It is essential to make sure that all the most important
words and expressions of the language are included in a
course, and that they are taught in such a way that
learners will learn, retain and be able to use them.
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7. Practicees Quantity and quality of practice are
both important. Learners must have plenty of opportunities
to engage in communicative activities, including group
work and pair work.

8. Setting realistic standards. At elementary
level, learners should aim for comprehensibility in their
speech and writing; perfect accuracy should not be required.

9. Regularity and variety. Variety of approach
should be aimed, in order to prevent boredom among the

learners. It is important to achieve a reasonable compro-
mise between regularity and variety.

10, Variation of level. There will always be
variations of level and ability inside one class. The
pace of the class should neither be kept down to that of
the slowest learner nor constantly held at that of the
quicker learners.

11, The Mother Tongue. The learners' mother
tongue is a valuable aid if it is used in moderation and
with common sense - for instance, in helping to make
explanations faster and more precise.

12. Study and memorization. Effective language
learning must involve some effort to study and memorization
on the part of the learner. Learners should be expected
to spend some time every week, outside the class, consoli-
dating what they have learnt (M.Swan and C.Walter, 1984).

In preparing the tests, the curriculum of the
language school was, also, taken into consideration. The
curriculum included the following communicative and
grammatical points.

3.%3.1, The Communicative Points

1) Asking and giving names; asking and telling where
people are from.

2) Asking and giving personal information.
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%) Describing peole; telling the time.

4) Describing places; giving complements; expressing
uncertainty..

5) Describing houses and flats.
6) Expressing likes and dislikes.
7) Asking and telling about quantity.
8) Asking for and giving directions.

9) Expressing degree of certainty; talking about
frequency.

10) Describing people's appearances.

11) Revision - using what the learners have learned
in different ways.

12) Asking for and giving information.

13) Making and granting requests; saying where things

14) Asking for and giving information.

15) Asking for and giving information; narrating.

3.%3.2. The Grammatical Points

1) Verb *to be'! present.
2) ta/an' with jobs; subject pronouns.

3y Noun plurals; *s possesion; present of 'to be!
Plural.

4y 'a/an' contrasted with 'the'.
5 ) There is/there are.
é!The simple present tense.

7 ) Countables and uncountables - expression of
quantity.
8 ) For + expression of distance.
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9) Complex sentences; frequency adverbs;impersonal
it.
10) Have got;'both'and'all'; look like.
11) Revision - 'be' contrasted with 'have!';
there is/there are; questions with noun-phrase subjects.

12) Simple past -~ 'do' as pro-verb; subject and
object gquestions with 'who'.

13) t'one(s)' as subtitude word; 'would like';
'much! and'many’.

14) 'Can'; good at + noun/-ing verb; comparative and
superlative of adjectives; 'a bit/much + adjective'.

15) 'Ago'; 'a' contrasted with 'the'; past 'to be';
simple past; sequencing devices.
(each item represents 'a unit' in the textbook.)

The tests were in dialogue form,since the curricu-
lum of the school was based on the communicetive approach
to language teaching. In this approach, dialogues are
widely used as a teaching and testing device (J.M.Dobson,

1987).

The first test was based upon the first five units
of the textbook used in the language school where the
experiment was applied (cf. Appendix I). The communicative
and grammatical points included in this test are given
on pages 31-33 (¢f.). The second test (cf. Appendix II)
was based on the first ten units of the textbook, and the
third test (cf. Appendix III) was based on the first
fifteen units of the textbook. The communicative and
grammatical points included in these tests are given on

pages 31-33 (cf.).



3.4, General Procedure

Duration of the total teaching process was fifteen
weeks. The learners met two hours per day, three days a
week, for a total of nearly 90 hours. In the teaching-
learning process, the teacher of the experimental group,
who was a Turkish teacher used the learners' mother tongue,
Turkish, but it was limited to the following purposes: To
give and clarify instructions; to explain those elements
in the social situation that may require a more formal or
informal variety of the language; to compare or contrast
grammatical and communicative expressions in the mother
tongue and the foreign language. Translation was hardly
ever used, The teacher of the control group, who was a
native English teacher, used the foreign language, English,
since he was a native English speaker, and did not speak
Turkish at all.

The teachers of both groups had Bachelor's Degree
in ELT, and similar amount of teaching experience. The
teacher of the experimental group has taught English as a
foreign language for three years, and the teacher of the
control group has taught English as a foreign language for
two years, one year in Italy and one year in Turkey.

In order to increase the reliability of the exper-~
iment both groups were given three tests in sequence. The
tests were given at the same period of time by the assistant
director of the language school, not by the researcher or
the teachers of the groups.

The first test was given after the 5th unit; the
second after the 10th unit; and the third after the 15th
unit of the textbook. It took five weeks to teach each
five units.

The tests were scored by a native English teacher,
who was the assistant director of the language school. The
contextually acceptable scoring criteria was applied.

That is, counting correct words or sentences other than the
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exact word or sentence which fit the total context of the
original dialogue. As for the spelling and grammatical
mistakes, only mistakes which would change the meaning were
graded down. Ungrammatical answers which make sence to a
native speaker were considered acceptable,

The researcher assumed that the scoring method did
not reduce the reliability of the experiment, since the
options were limited. The subjects could fill in the
blanks in two ways at most, since they were complete
beginners; the number of the communicative and grammatical
functions they had learned was limited.

The tests were evaluated over 100 % - 60 % for
communicative performance, and 40 % for linguistic perform-
ance.

After scoring the tests, the 't-test' was exploited
to the scores in order to determine whether there was a sig-
nificant difference between the performances of the control
group and the experimental group in the tests.

The reason why the 't-test' was preferred was that
the data gathered during the research was suitable for it,
but not for the other statistical tests. The learners’
performance was represented by marks, which is the most
common way of representing the success of a learner.
Furthermore, when two groups are compared, it is generally
done by comparing the average arithmetical marks of the
groups. The same technique was used in this research, and
the most common statistical test for this purpose was the
tt-test'. Also, the groups in the research were homogeneous
in quality, and this makes the application of the other
statistical tests difficult. For instance, for the appli-
cation of ‘X?"test multi-optional qualitative divisions
are required. Moreover, the researcher aimed to see whether
there was a significant difference between the performences
of the experimental and the control group after each test,
and compare them with the results of the other tests, as
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the research model was longitudinal. The 't-test' was the
most suitable one for this purpose, and it is the one
commonly used in such researches.

The first 't-test' was applied to the total scores
of both groups; the second one to the scores in the
communicative section; and the third one to the scores in
the grammatical section. The same procedure was followed
for all the three tests.

In the administration of the 't-test' a computer
was used. The computer programme given on the next page
was used.

The programme included the following symbols:

the average of the experimental group.

o

ot the average of the control group.

Sl: standard error of the experimental group's average.
Sa: standard error of the control group's average.

S : standard error between the averages.

ny: number of the subjects in the experimental group.
Ny number of the subjects in the control group.

Degree of freedom: m+ By _ o

(16 + 17) = 2 = 13 from the table:
% table value :2.042

Level of significance: 0.05

T: t value
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The computer programme used in the application of the
't-test!':

5L=0

10 DIM VERI (50),B(50)

15 CLS:L = 0

20 INPUT "VERI SAYISI:";VS

30 FOR I=1 TO VS

40 INPUT "VERILERI GIRINIZ:";VERI(I)

50 NEXT I

55 TCP=0 :L=L+1 :TP=0

60 FOR I=1 TO VS

70 TOP=TOP+VERI(I)

80 NEXT I

90 XORT(L)=TOP/VS

100 FOR I=1 TO VS

110 TP=TP+(VERI(I)-XORT(L) 2

120 KEXT I

130 S(L)=8SQR(TP/VS)

140 INPUT “"DEVAM ICIN E,CIKIS H:";CV$
150 IF CV$="E" THEN CLS: GOTO 20

160 S0=SQR(S(1)"2/16+8(2)"2/17)

170 T=ABS((XORT(1)-XORT(2))/S0)

180 CLS:LOCATE 5,10:PRINT "X1 ORTALAMA=":XORT(1)
190 LOCATE 6,10:PRINT "X2 ORTALAMA=";XORT(2)
200 LOCATE 7,10:PRINT "S1 DEGERI = ";S8(1)
210 LOCATE 8,10:PRINT "S2 DEGERI =";S8(2)
220 LOCATE 9,10:PRINT "S DEGERI =";S0
230 LOCATE 10,10:PRINT "T DEGERI =";T
240 END



CHAPTER IV
THE ANALYSIS OF RESULTS

The results of the research explained in chapter III
are given in this chapter together with the t-test results.

As mentioned in chapter III, the learners were given
three tests in longitidunal model.

The first test total scores of the experimental and

the control group were as follows:

Table 1. The first test total scores
of the experimental group

Subjects/Scores Subjects/Scores
(1) 97 (9 97
(2% 100 (10 96
(3 93 (11) 68
(4) 93 (12) 70
(53 89 (13 80
(6 90 El4 68
(7; /o 15 85
(8 76 (16 96

Table 2. The first test total scores
or the control group

Subjects/Scores Subjects/Scores

él 79 (10) L
2 68 (11% ou
(3 88 (12 8%
(4 88 (13) 88
(5 55 (14) 36
(6) 91 (15) o4
(7) o4 (16) 67
(8) 75 (17) 30
(9) 66 * e * & 0
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The hypotheses for this test were as stated below:

Hd refers to the statistical hypothesis , also called ‘'null’
hypothesis.

Hl ¢ There will be a significant difference between the
performances of the experimental group and the control group.

Ho : There is not a significant difference between the
performances of the two groups.

When a 't-test' was applied to the scores (cf. Table
1 and 2) the results were as follows:

: 86,062 % over 100 % XZ: 75.882 % over 100 %

Sl: 10.755 82: 19.42%
S: 5.424
t-value: 1.876

X

The rejection area: t> 2.042 — 1.876< 2.042

Since the t-value was smaller than the t-table value,
Ho was accepted; Hl was rejected. Therefore, there was
not a significant difference between the performances of
the experimental group and the control group in this test.

The tests consisted of two sections - the communi-
cative section and the grammatical section. '

The scores of the two groups in the communicative
section and the grammatical section of the test are given
in the following tables.



Table l.1. The first test scores of
the experimental group in the com-
municative section

Subjects/Scores Subjects/Scores

glg 57 - (9 57
2 &0 (10° 60
(5; 57 (11 48
(4 57 (12 42
(5 57 €13 48
(6 5l 14 36
(7 39 (15 51
(8 48 (16 56

Table 1l.2. The first test scores of
the experimental group in the gram-
matical section

Subjects/Scores Subjects/Scores
(lg 40 (9 40
(2 4O (10 %6
(3 %6 11 20
g4 36 12 28

5 32 13 32
(6 36 (14 32
(7 40 (15 54
(8 28 (18 40




Table 2.1. The first test scores of
the control group in the communicat-
ive section

Subjects/Scores Subjects/Scores
él 51 (10 54
2 36 (11 54
b 48 12 51
4 48 13 48
5 39 14 24
6 51 15 54
7 54 16) 45
8 54 17) 18
9 54 LI 2N J LR 2R 3

Table 2.2 The first test scores of
the cotrol group in the grammatical
section

Subjects/Scores Subjects/Scores
1 28 ElO 40
§2 32 11 40
3 1o (12 32
(B 10 $15 40
(5 16 14 12
6 40 15 40
7 40 1o 22
8 21 17 12

9 12 LR 2R J L 4
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For the communicative section of the test the
hypotheses were as follows:

le There will be a significant difference between the

performances of the two groups in the communicative section
of the test.

H,: There is not a significant difference between the

performances of the two groups in the communicative section
of the test.

When a 't-test! was applied to the scores of the
experimental group (c¢f. Table 1l.1l.) and the control group

(cf. Table 2.1.) in the communicative section, the results
were as follows.

Xy 51.687 % over 60 % Xyt 46,058 % over 60 %

S: %.1%6

t-value: 1.794
Rejection area:t> 2.042 — 1.794< 2.042

Since the t-value was smaller than the t-table value,
the Ho was accepted; Hl was rejected. Therefore, there
was not a significant difference between the performances
of the two groups in the communicative section of the test.

As for the grammatical section of the test, the
hypotheses were as stated below.

Hl: There will be a significant difference between the
performances of the two groups in the grammatical section
‘'of the test.

HO: There is not a significant difference between the
performances of the two groups in the grammatical section
of the test.

When a 't-test' was applied to the scores of the
two groups (cf. Table 1.2 and 2.2.) in the grammatical
section of the test, the results were as follows.
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X 34.375 % over 40 % XE: 30.411 % over 40 %
Sl: 5.411 82: 11.013

S: 2.997
t-value: 1.%22

The rejection area: t7 2.042 — 1.3%322< 2,042

Since the t-value was smaller than the t-~table value,
the Ho was accepted; Hl was rejected. Therefore, there was
not a significance difference between the performances of
the two groups in the grammatical section of the test.

The second test total scores of the experimental

group and the control group are given in the following
tables (cf. Table 3 and 4.).

Table 3. The second test total
scores of the experimental group.

Subjects/Scores Subjects/Scores

1 90 9 90
2 80 10 90
3 89 11 70
L 91 12 75
(5 78 15 78
(6 76 14 70
& B a8 8




Table 4, The second test total scores
of the control group

Subjects/Scores Subjects/Scores

(1 70 élO) 75
(2 62 11) 81
53 78 (123 76
4 8% (13 85
(5 67 §14 38
6 93 15 67
7. 85 (16 76
8 68 (17 3D
9 74 asee owe

The hypotheses to-be tested for this test . are
stated below: :

Hl: There will be a significant difference between the
performances of the two groups.

Ho: There is not a significant difference between the

performances of the two groups.

When a 't-test' was applied to the scores of the
two groups (cf. Table 3% and 4.) in this test, the results
were as follows:

Xy 81.00 % over 100 % Xyt 71.176 % over 100 %

Sl: 8.147 553 15.294
S: 4,231
t-value: 2.321
The rejection area: t>2.042 — 2.321> 2.042

Since the t-value was bigger than the t-table value,
the Ho'was rejected; Hl was accepted. Therefore, there
was a significant difference between the performances of
the two groups. The difference was in favour of the
experimental group, deriving the conclusion from the data
available.
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This test, also, consisted of two sections -~ the
communicative section and the grammatical section.

The scores of the experimental and the control group
in the communicative and grammatical section of the test
are given in the following tables.

Table %3.1l. The second test scores of
the experimental group in the com~
municative section

Subjects/Scores Subjects/Scores
1 o4 ( 9) 51
2 45 10 51
3 S4 gll 39
4 54 12 46
5 51 (13 48
6 48 (14 39
7 42 (15 48
(8 4z (16 57

Table 3.2. The second test scores of
the experimental group in the gram-
matical section

Subjects/Scores Subjects/Scores

gl 36 é 9 29
2 35 10 %9
3 35 11 31
& 7 & 32
2 2 4y 2
7 8 :

8 31 516 36




Table 4.,1. The second test scores of
the control group in the communicative
section

Subjects/Scores Subjects/Scores

(1 42 (10) 54
(2 48 11 42
(3 48 12 45
g4 48 (13) 51
5 36 514) 26
(6) o7 15) 42
(7) oL (16) 45
(8) 45 (17) 18
(9) 42 “ee oo

Table 4.2. The second test scores of
the control group in the grammatical
section

Subjects/Scores Subjects/Scores

1 28 (10) 21
2 14 %ll 29
3 30 12 31
(4 25 §13 4
5 31 14 12
g6 26 (15 25
§7 54 %16) 31
8 23 17) 14
(9 52 LR 2R 2 e

The hypotheses to be tested for the communicative
section of the test were as stated below:
Hl; There will be a significant difference between the
the performances of the two groups. \
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HO: There is not a significant difference between the
performances ¢f the two groups.

When a 't-test' was applied to the scores of the
experimental group and the control group in the communi-
cative section (e¢f. Table 3.1l. and 4.1.),the results were
as follows:

Xl: 48,062 % over 60 % X2: 43,529 % over 60 %

Sl:50378 82: 7-977
S: 2.175

t-value: 1.715
The rejection area: t> 2.042 —> 1.715<2.042

Since the t-value was smaller than the t-table value,
the Ho was accepted; Hl was rejected. Therefore, there was
not a significant difference between the performances of
the two groups in the communicative section of the test.

As for the grammatical section of the test, the
hypotheses to be tested were as follows.
Hl: There will be a significant difference between thg
performances of the experimental and the control group.

Ho: There is not a significant difference: between the

performances of the two groups.

When a 't-test'was applied to the scores of the two
groups in the grammatical section (cf. Table 3.2. and 4.2.),
the results were as stated below:

Xyt 33,062 % over 40% X5t 27.647 % over 40 %

Syt 3.976 Syt 7.977
S: 2.175

t-value: 2.489
The rejection area: t> 2.042 —» 2.489> 2.042

Since the t-value was bigger than the t-table value,
the H, was rejected; H, was accepted. Therefore, there
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was a significant difference between the performances of
the two groups in the grammatical section of the test.
The difference was in favour of the experimental group,
deriving the conclusion from the data available.

The third test total scores of the experimental
group and the control group are given below.

Table 5. The third test total scores
of the experimental group

Subjects/Scores Subjects/Scores

El 87 (9 80
2 99 Elo 86
(3 92 11 78
4 99 gla 78
2 86 15 79
6 91 (14 61
(7 79 §15 89
(8 78 16 89

Table 6. The third test total scores
of the control group

Subjects/Scores Subjects/Scores
1 76 10 77
2 677 11 90
3 82 12 83
4 84 (13 87
5 62 (14 58
(6 8% (15 75
(7 81 glG 58
EB 66 17 45
9 66 esae ces
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‘The hypotheses to be tested for this test were as
indicated below.

Hl: There will be a significant difference between the
performances of the experimental group and the control
group.

Ho: There is not a significant difference between the
performances of the experimental group and the control

group.

When a 't-test' was applied to the scores (cf. Table
5. and 6.), the results were as follows:

Xl: 84.4%7 % over 100 % X5t 72.941 % over 100 %
Sl: 9.117 82: 12.051
S: 3.706
t~-value: %.101
The rejection area: t> 2.042 — 3.1017 2.042

Since the t-value was bigger than the t-table value,
Ho was rejected; Hl was accepted. It proved that there
was a significant difference between the performances of
the two groups in this test. Deriving the conclusion
from the data available, the difference was in favour of
the experimental group.

This test, also, consisted of two sections - the
communicative section and the grammatical section.

The scores of the two groups in the communicative
and the grammatical section of the test are given in the
following tables.



Table 5.1. The third test scores of
the experimental group in the com-
municative section

Subjects/Scores Subjects/Scores
(1 51 (9) 45
22 59 (10 48
5 54 (11 50
(4 59 (12 51
(5 48 (13 48
ge 51 (14 45
7 51 €15 S4
(8 51 16 51

Table 5.2. The third test scores of
the experimental group in the gram-
matical section

Subjects/Scores Subjects/Scores
1 36 g 9§ 57
2 40 10 %8
3 38 11 28
4 40 12 27
(5 38 13 28
(6 40 14 16
é? 28 15 35
8 37 (16 57




Table 6.1. The third test scores of

the control group in the communicative
section

Subjects/Scores Subjects/Scores

él 55 (10 46
2 22 (11 o2
(3 ol 512 ol
(4 49 15 49
(5 48 (14 42
T
8 Sy §17 26
9 51) ovs LI

Taeble 6.2. The third test scores of
the control group in the grammatical
section

Subjects/Scores Subjects/Scores
1 21 10 51
%2 12 11 38
3 31 12 32
4 %5 13 %8
5 14 14 16
6 35 15 21
(7 29 16 15
(8 12 (17 19

(9 15 L L N g
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The hypotheses for the communicative section of the
test were stated as follows.

Hl: There will be a significant difference between the
performances of the two groups.

Ho: There is not a significant difference between the

performances of the two groups.

When a't-test ! was applied to the scores of the
two groups in the communicative section of the test (cf.
Table 5.1. and 6.1.), the results were as stated below:

ot 48.588 % over 6C %
Sl: %.921 821,6.748
S: 1.907
t-value: 1l.264

Xl: 51.00 % over 60 % X

The rejection area: t> 2.042 — 1.264< 2,042

Since the t-value was smallexr than the t-table value,
the Ho was accepted; Hl was rejected. This suggested that
there was not a significant difference between the perform-
ances of the two groups in the communicative section of the
test.

As for the grammatical section of the test, the
hypotheses to be tested were as follows.

Hl: There will be a significant difference between the
performances of the two groups.
Ho: There is not a significant difference between the

performances of the two groups.
When a 't-test' was applied to the scores of the

two groups in the grammatical section (cf. Table 5.2. and
6.2.), the results were as follows:
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Xl: 3%.812 % over 40 % X2: 24.%352 % over 40 %
S 6.424 82: 9.317

S: 2.772
t-value:%.411

l:

The rejection area: t>2.042 — 3,411 7 2.042

Since the t-~value was bigger than the t-table value,
the Ho was rejected; Hl was accepted. This suggested that
there was a significant difference between the performances
of the two groups in the grammatical section of the test.
The difference was in favour of the experimental group,
since the data available revealed this.



CHAPTER <V
CONCLISION

5.1. Discussion

Since the research was in -the longitudinal model,
the researcher considered all the three tests as a whole %o
draw the conclusions.

In the first test and its communicative and gram-
matical section, there was not a significant difference
between the performances of the group where the mother
tongue, Turkish, was used and the group where English only
was used.

However, in the second and the third test, 4n
their grammatical section there was a significant difference
between the performances of the two groups, whereas there
was not a significant difference between the performances
of the groups in the communicative sections of the two
tests. This implies that the difference in the perform-
ances of the learners in the group where the mother tongue,
Turkish, was used and the group where English only was
used resulted from their performance in the grammatical
sections of the tests.

In the light of these findings it is possible to
conclude that in the beginner adult EFL classes where the
learners' mother tongue is used the learners become
grammatically more competent than the learners in the
classes where Bnglish only is used. The learners in both
groups remain communicatively constant.

The reason why there was not a significant
difference between the performances of the two groups
in the first test and its communicative and grammatical sec-
tiop might have been that the number of the communicative
and grammatical structures and functions included in the
test was limited. The grammatical structures included in
this test were based on 'verb-to be' present which do not



generally require a frequent use of the mother tongue.

It is possible to teach them by using various presentation
techniques such as demonstration, and visual aids. The
communicative functions and notions included simple forms
such as 'asking and giving names'; 'saying hello formally
or informally'; 'telling the time', and so on.

The superiority of the learners in the group where
the mother tongue, Turkish, was used in the second and
the third tests and their grammatical sections may have
resulted from the use of the mother tongue. These tests
included grammatical structures which required the use
of the mother tongue in order to make the usage and the
forms of the items explicit to the learners. For instance,
the simple present tense was introduced to the learners in
the sixth unit of the textbook, and they were required to
answer questions related to it in the second test. Both
languages have this tense, but its usage in Turkish and
English is different.

In the teaching - learning process learners face
some difficulties in understanding its usage. Therefore,
some use of the mother tongue is required to reveal the
differences in usage and form between two languages since
the learners competence at this level is not sufficient
to understand explanations in English. The teacher of the
experimental group, who was Turkish, used the learners'
mother tongue, Turkish, to compare and contrast the
grammatical differences between two languages.

The third test included such problematic structures
as well. For instance, the 12th unit of the textbook
included the simple past tense. Observations have revealed
that learners face some difficulties in forming the past
participle form of verbs in this tense, since there are
regular and irregular verbs in English, which do not
exist in Turkish. Furthermore, they face some difficulties
in understanding its usage as English speakers use either
the simple past or the present perfect tenses according
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to the relation of the action with present, whereas Turkish
does not have the present perfect tense. These kinds of
grammatical differences were explained in Turkish in the

in the group where the mother tongue was used.

The learners' mother tongue, Turkish, was,also,used
to compare or contrast the communicative differences between
Turkish and English. However, the findings show that it
did not have any effect in the learners' communicative
performance.

The explanations made up to this point were based
upon the statistical findings summarized in the following
tables.

Table 1. The statistical findings gathered from the first;
second; and the third tests

Tests Groups Xl/X2 81/82 S t

1st test exper. |86.062 | 10.755| 5 ,ou | 1.876
1 contr, 75.882 19.423

ond test exper. |81.,00 8.147

_ : 4.231 [2.321
contr. 71.176 | 15.294

exper. 84.43%7 9.117

3rd test %.706 | 3.101

Rejection area: t72.042
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Table. 2. The statistical finding gathered from the grammati-
cal sections of the first second and the third tests

Tests Groups Xl/XE Sl/S2 S t

ist test exper. | 34.575 [ DALl | 5 g9n | 1,322
contr. 30,411 111,013

ond test exper. 33.062 | 3.976 | 5 195 | 2.u89
contr. 27.647 | 7.977

exper. 33%.812 6.424
contr. 24,352 9.317

“ord test 2.772 | 3.411

Rejection area: + » 2 041

Table 3. The statistical findings gathered from the com-
municative sections of the first, second, and the third tests

Tests Groups Xl/X2 Sl/S2 S &

1st test exper.  151.687 | 7.269 14 907 | 1.264
contr. 48.588 6.748

éxper. 48.062 5.378
contr. 4%,529 7.977

2nd tes?t 2.175 | 1.715

3rd test exper. 51.000 %.921 1.907 1.964
contr, 48,588 6.748

Rejection area: t) 2.042



59

When the findings given in Table 1. were examined,
it was noticed that the t-values were going up in each test.
The t~value of the first test was 1.876. Since the t-table
value was 2.042, the Ho was accepted. However, the t-values
of the second and the third test were above the t-table
value (2.042) - the t-value ofthe second test (2.321) was
smaller than the t-value of the third test (3.101).
Therefore, the null hypotheses were rejected.

This meant that the performance of the group where
the mother tongue was used was increasing parallel with the
the learners exposure to the foreign language and the
complexity of the structures to be taught. . This implies
that when the learners' mother tongue is used in the
beginner adult EFL class, English is taught more effectively.

However, when the findings in Table %. were examined,
it was noticed that there was not any significant diffe-
rence between the t-values in each test, and this implied
that there was not any significant difference between the
performances of the groups in the communicative sections
of the tests.

This suggested that the difference in the perform-
ances of the groups did not result from their communicative
performance, but resulted from the  grammatical perform-
ance of the group where the mother tongue was used. When
the Table 2. was examined, it was Jjustified. There was
close relationship between the t-values in the grammatical
sections and the tests as a whole.

In the light of these findings it is possible to
draw the following generalizations:

When the learners' mother tongue is used in the
beginner adult EFL class, English is taught more effec-
tively.

Learners learn the grammatical structures and their
usage better, when their mother tongue is used in the
teaching process.
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The further implication may be that adults learn
foreign languages by applying academic (explicit)
approaches.

The use of the learners's mother tongue in the
beginner adult EFL class does not have any effect on the
communicative performance of the learners.
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5.2. BSuggestions

The research was applied to adult EFL learners
learning English at private language schools. Therefore
it concerned the learners, the administrators of the pri-
vate language schools and teachers feaching English there.

Observations in the language school wnere the ex-
periment was applied revaled that the administration faces
some problems in arranging the beginner classes, since
most of the learners want to join the classes taught by
native English teachers without being aware that they can
benefit more at that level if they join the classes taught
by Turkish teachers. They seem to believe that if they
join the classes taught by'hative Bnglish teachers, they
can learn English more easily and effectively. Also dif-
ferent learners have different goals in learning BEnglish.
Some of them want to learn English for academic purposes,
but others for communicative purposes.

The findings of the research are likely to suggest
solutions to these problems. First, the findings revealed
that in the groups where the learners' mother tongue is used
‘English is taught more effectively. Learners master the
grammar of the foreign language better than the groups
where the foreign language only is used while the communi-
cative competence of the learners in both groups remains
equal. Then, joining the classes where the mother tongue
is used seems to be more advantageous on the part of the
beginner adult learners.

If the beginner adult learners, coming to the pri-
vate language schools in order to learn English, are made
aware of the case, they are likely to recognize the fact,
and join the classes where their mother tongue is used.

As for the second problem mentioned above, learners
learning English for academic purposes want the grammati-
cal rules of the foreign language to be made explicit to
them. This is satisfatorily done in classes where the
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learners' mother tongue is used, since the teacher uses the
mother tongue to compare or contrast grammatical express-
ions in the mother and the foreign languages. Therefore,
such learners may feel comfortable in such classes, and
their motivation is likely to be high.

On the other hand, the learners learning English for
communicative purposes want the communicative expressions
of the foreign‘language to be emphasizéd. If they are made
aware that there is not any significant difference between
the communicative performances of the beginner adult EFL
learners in the groups where the learners' mother tongue is
used and the groups where English only is used; in addi-
tion to this, if they are made aware that the grammar of
the foreign language is taught more effectively in the
groups where the mother tongue is used in comparison to
the groups where the foreign language only is used, they
are likely to Jjoin the classes where the learners' mother
tongue is used.

The administrators of the private language schools
can inform the learners of the case, and encourage them
to join the classes where the mother tongue is used. Later,
as they progress to a level at which they can understand
explanations in English and can communicate, they can join
the classes where Bnglish only is used.

The research has also practical implications for
the teachersof English. DMost of the foreign language
teachers are not certain vwhether to use the learners'
mother tongue in the EFL class or not. The findings of the
research reveal that if the learners are beginner adults,
their mother tongue can be used in the teaching process.

However, the purposes which the use of the mother
was limited to in the research should be taken into con-
sideration.
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The period of this research was limited to a cer-
tain amount of time. It is suggested that further re-~
searches can be administered to see whether similar or
different findings will be obtained in the long run. For
instance, first it can be investigated: whether the gram-
matica superiority of the group where the mother tongue
was used will continue or end at some point in the pro-
gression of the learners in the foreign language; second,
whether their greammatical superiority will influence their
communicative competence in a positive or a negative way;
third, whether their knowledge of grammatical rules will
enable them to produce sentences of their own, and by this
way make them more fluent in the use of the foreign lan-
guege.

As for the group where English only was used, it
can be investigated: whether the learners will end up
learning English by learning a certain number of communi-
cative expressions; in what ways their deficiency in
grammatical knowledge of English,as compared with the group
where the learners' mother tongue was used, will influence
their progression in the use of the foreign language.

Also, the fluency of the groups in English in the
long run can be compared in order to determine the effect
of the case revealed in this research.

Similar researches can be administered with differ-
ent age groups at various levels of English. A similar
research on children may reveal very different results
because children and adults are likely .to apply different
strategies in learning foreign languages.

The findings in this research revealed that the
use of the learners' mother tongue have a positive effect
on the learners in the initial stages of foreign language
learning. Howéver, it can be investigated whether it can
be used less frequently or completely drawn out of the
adult EFL class at more advanced levels.



SUMMARY

The use of the learners' mother tongue in foreign
language teaching has been one of the most controversial
issues. Some researches and language teachers have claimed
that it should be used in teaching foreign languages in
order to make the teaching and learning more effective.
Others have opposed to this idea, and insisted that it has
no place in the foreign language class.

In 1960s, a number of educators claimed that din
order to make the foreign language teaching more effective
the learners' mother tongue should be used in the teaching
process. Contrarily, in 1970s it was argued that in teach-
ing foreign languages the foreign language only should be
used. These two contradictory approaches to foreign lan-
guage teaching have caused some problems in practice among
the language teachers. It has led to confusion whether to
use the learners' mother tongue in the EFL class or not.

At the end of 1970s, the communicative approach to
language teaching was introduced to the field of foreign
language teaching. It had great impact on this field.

The advocates of this approach claimed that the mother
tongue cannot be banished from the foreign language teach-
ing, and that it could be used for the following purposes:

'Y To compare or contrast communicative and gram-
matical expressions in the mother and the foreign languages;
to explain those elements in the social situation that may
require a more formal or informal variety of the language;
to clarify instructions; and above all, to help learners
retain their pride in their mother tongue and culture.!

At present,the arguments on the use of the mother
in foreign language teaching are still continuing, and
therefore, most of the language teachers apply their indi-
vidual approaches, which cause some problems in practice.

These debates on the use of the mother tongue :inm
foreign language teaching has been the starting point in
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the preparation of this thesis. The researcher has aimed

to enlighten the debates by answering the following question:
' Is English taught more effectively to beginner

adult EFL learners when their mother tongue is used as a

reference system, or when English only is used in the teach-

ing process?!'

The research was limited to complete beginner adult
EFL learners, and was experimental. The experiment was |
applied to two groups of adult learners learning English
at a private language school. One of the groups consisted of
sixteen learners, and was the experimental group; the other
group consisted of seventeen learners, and was the control
group. The teacher of the experimental group was a Turkish
teacher; the teacher of the control group was a native
English teacher. The teacher of the experimental group
used the learners! mother tongue in the class for the fol-
lowing purposes:

! To compare or contrast communicative and gram-
matical expressions in the mother and foreign languages;
to clarify instructions; to explain those elements in the
social situation that may require a more formal or informal
variety of the language.' The teacher of the control group
used English only in the class since he did not know Turkish
at all.

The observation technigque was used in the drawing
out of the groups. The researcher observed the classes
in the language school, and tried to draw out the most sui-
table two groups from the point of age, education, and
number. Attention was paid to the teaching techniques and
experiences of the teachers of the groups as well.

In the experiment, achievement tests were used.
These were the standard tests used in the examinations of
the language school. They were designed by the test de-~
signers of the language school where the experiment was
applied. In the preparation of the tests, the textbook,
' The Cambridge English Course' was taken as a basis.
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The tests consisted of two sections - the communicative
section and the grammatical section. The total teaching
period was fifteen weeks. By the end of the course the
learners studied fifteen units, that is, half of the text-
book. It took five weeks to teach each five units. The
learners were given a test after the each five units of the
textbook. Therefore, they were given three tests during
the experiment.

The tests were marked not by the teachers of the
two groups or the researcher, but by another native English
teacher. In the evaluation, the acceptibility of the an-
swers by a native English speaker was taken into conside-~
ration.

As a statistical test the ' T-test' was gpplied
since the data gathered during the experiment was more sui-
table for its application than the others. The 'T-test!
was applied to each achievement test and its communicative
and grammatical sections. The aim was to compare the per-
formances of the two groups in each test and their com-
municative and grammatical sections, and to determine
whether there was a significant difference between the
performances of the groups.

The data gathered from the first test revealed that
there was not any significant difference between the per-
formances of the groups in the test as a whole, and its
communicative and grammatical sections. However, the data
gathered from the two following tests revealed that the
performance of the group where the mother tongue was used
was superior to the group where English only was used in
these two tests and their grammatical sections. There was
not any significant difference between the performances
of the two groups in the communicative sections of the
tests. This demonstrated that the superiority of the
experimental group in the second and the third tests
resulted from their superiority in the grammatical sections
of the tests.
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When the 't-values' were examined, it was noticed
that the superiority of the group where the mother tongue
was used was increasing in parallel with the complexity of
the grammatical structures to be taught.

In the light of these findings, the following gen-
eralizations can be made:

1. When the learners' mother tongue is used in the adult
EFL class to compare or contrast the communicative and
grammatical expressions in the mother and the foreign lan-
guages, the learners learn the foreign language more ef-
fectively - especially the grammatical structures and their
usage.

2. The use of the mother tongue in the beginner adult
EFL class does not make any difference in the communicative
performance of the learners.

%.The further implication of the experiment can be that
adults apply academic approaches in learning foreign lan-
guages. They regard the foreign language as an entity
with rules to be learned.



TURKGCE OZET

Yabanca dil ogretimi alaninda, en: g¢ok tartigilan
konulardan birisi O6grencinin anadilinin dii'égretim aga-—
masinda kullanilap kullanilamayacagidir. Bazi arastirma-
cilar ve dil OZretmenleri Ofrencilerin anadilinin, yabanci
dil Ogretiminde kullanilmasi gerektifini savunmuglar, ba-
zilari ise buna kérsl ¢ikmig ve anadilin yabanci dil GgZre-~
timinde yeri olamayacagini savunmuslardir.

1960 11 yillarda egitimeciler, yabanci dil Ofretimi-
nin daha etkili olabilmesi icin SZrencinin anadilinin kul-
lanilmasi gerektifini savunmuslardir. Buna kargin 1970 1i
yillarda buné“karsl ¢ikilmig ve yabanci dil SZretiminde
sadece yabanci dilin kullanalmasi gerektigi savunulmustur.
Bu iki zit yaklagim, pratikte baza karlglkllklara yol ag-~
migs ve dil Ogretmenlera arasinda, yabanci dil Sgretiminde
anadili kullanip kullanmama konusunda bazi tereddiitlere
neden olmugtur.

1970 1i yillarin sonlarina dogru, 'Iletigimsel dil
Sgretim yaklasimainin' (Communicative approach to language
teaching) ortaya ¢ikmasiyla, Ofrencilerin anadilinin var-
liginin inkar edilemeyecegl ve bundan yararlanmek gerek-
tigi iddia edilmigtir. Bu gdriisi savunanlar, anadilin
agsagida belirtilen amag¢larla kullanilabilecefini savun-—
muglardar:

"Anadil ile yabanci dil arasindaki dilbilgisel ve
iletisimsel (communicative) ifadeleri karsilagtirmak;
daha formal veya informal bir ifadenin kullanilmasini
gerektirecek sosyal durumlari agiklamak; Ofrencilerin ken-
di kiiltiir ve dilleriyle gurur duymalaraini saglamak ve bu
gekilde motivasyonlarini yliksek tutmak".

Buna ragmen, dil sinafinda anadilin kullanilmasa
veya kullanilmamasi konusunda yabanci dil Sfretmenleri
arasinda kesin bir birlik hala saglanamamigtir. Ogretmen-
lerin g¢ogu kendi kigisel yaklagimlarina gore hareket et-
mektedir. ‘
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Yabanci dil Ofretiminde, Ofrencilerin anadilinin
kullanilip kullanilmamasi xonusundeki bu tartigmalar, bu
tezin hazirlanmasinda baglangi¢ noktasi olmugtur. Arag-
tirmaci bu konudaki tartigmalara deney yoluyla isik tut-
mayl ama¢ edinmigtir. Arastirma sonunda, agagida belirti-
len genel soruna bir cevap bulunmaya ¢alisilacaktair:

"Baglangic¢ dlizeyindeki yetigkinler yabanci dil sini-
finda anadil bir 'basvuru sistemi' (reference system) ola-
rak kullanilirsa mi yoksa sadece Ingilizce mi kullanilirsa
dsha etkili Ingilizce 6gretilir?"

2  Arastirma, kursa baslamadan ince, hi¢ Ingilizce bil-
meyen baslangi¢ diizeyindeki yetiskinlerle sinarliadar. A-
rastirmanin modeli deneyseldir. Deney, Ozel bir dil kuru-
munda Ingilizce SFrenen baglangic dlizeyindeki iki grup
yetiskine uygulanmisgtar. Ru gruplardan birincisi, deney
grubuydu ve onalti Ofrengiden olusuyordu, digeri onyedi
ogrenciden olusuyordu ve kontrol grubuydu. Deney grubunun
Bgretmeni bir Tirk, kontrol grubunun Ogretmeni ise bir
Ingilizdi. Tirk ogretmen, Ofrencilerin anadilini su amag-
larla kullanaiyordu:

"Anadil ve yabanci dil arasindaki dilbilgisel ve
iletigimsel ifadeleri agiklamak ve kargilagtirmak; daha
formal veya informal bir ifadenin kullanilmasini gerekti-
recek sosyal durumlari acgiklamak. Ingiliz Ofretmen ise
Tirk¢e bilmedigi icin sadece Ingilizceyi kullaniyordu.™

Gruplarin belirlenmesinde, gdzlem teknigi kullanil-
di. Cesitli gruplaran dersleri izlenerek, birbirine yas,
egitim ve sayi bakimindan en uygun iki grubun seg¢ilmesine
caligsaldi. Ogretmenlerin Sgretme ydntemleri, tecriibeleri
ve becerilerinin de birbirine yakin olmasina dikkat edildi.

Aragtirmada, gelisim (achievement) testleri kulla-
ni1ldi. Bu testler, dil kurumunun sinavlarda kullandigi
standart testlerdi ve kurumun test yazarlara tarafindan
hazirlandi. Testlerin hazarlanmasinda, kurumun kullandifi
"The Cambridge English Course® kitabi esas alinda. Test
iki bOliimden oluguyordu — iletisimsel b&lim ve dilbilgisel
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boliim.

Ogrenciler onbes hafta siiren, bir kurs ddnemi boyun-
ca belirli araliklarla sinava tabi tutuldu. Ofrencilere,
kitabin her beg ilinitesinden sonra bir test verildi. Besg
initenin iglenmesi, beg hafta siirdii. Toplam olarak li¢ test
verildi. Testler, tarafsaiz bir Ingiliz Sgretmen tarafindan
degerlendirildi. Degerlendirmede, cevaplarin bir Ingiliz
tarafindan kabul edilebilirligi dikkate alindi.

Istatistiksel yontem olarak "t-testi" kullanilda,
ciinkii verilerin niteliklerine en uygun istatistiksel test
buydu. Testlerin herbirine ayri ayri "t-testleri' uygulan-
di. Ama¢, iki grubun Once testin tamaminda gosterdikleri
performanslari kiyaslamak, daha sonra da gruplarin her
testin iletigimsel ve dilbilgisel bOliimleri arasinda anlamla
bir farkin bulunup bulunmadigini tespit etmekti.

Bulgular, birinci testin sonunda iki grubun testin
tamamindaki, ilétisimsel ve dilbilgisel boliimlerdeki per-
formanslari arasainda anlamla bir farkin bulunmadigini gds—-
terdi. Bununla birlikte, daha sonraki iki testten elde
edilen bulgular, anadilin kullanildigi gruptaki Ogrenciler-
in testlerin tamami ve dilbilgisel bdliimlerinde diger gruba
oranla daha basarili olduklarini gosterdi. Fakat gruplérln
testlerin iletisimsel boliimlerinde gasterdikieri performans—
lara arasinda anlamli bir farkin bulunmadigi gorildii. Bu
-'da, anadilin kullanildigi grubun ikinci ve {ligiincii testteki
{istiinliiklerinin, dilbilgisel bdliimdeki {listiinlitklerinden
kaynaklandigini gosteriyordu. Ayrica birinci, ikinci ve
iclincii testlerden elde edilen "t-degerleri® dikkate alinir-
sa, ana dilin kullanildagi grubun basarisinin SZretilen
yapilarin zorluguna parélel olarak arttigi goriilir. Bunun
nedeninin deney grubunda anadilin kullanilmasinin oldugu
s6ylenebilir, cilinkii Tirk Sgretmen diller arasindaki dilbil-
gisel farklilaklari agiklamak ve dilbilgisel yapilaran u
kullanimlarini gostermek ig¢in Tiirkge agiklamalarda bulu-
nuyordu.
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Bu bulgularan isiffinda asagiridaki genellemelere gidi-
lebilir.

l.Baslangi¢ diizeyindeki yetigkin yabanci dil sinifin-
da Ggrencilerin anadili, diller arasindaki dilbilgisel ve
iletisimsel farkliliklari aciklamak amaciyla kullanilirsa
o¢renme daha etkili oluyor - Ozellikle dilbilgisel yoOnden.

2. Anadilin veya yabanci dilin kullanilmasi Ogren-
cileren iletigimsel (communicative) performanslarainda bir
farkliliga yol ag¢mayor.

3. Anadilin kullanildigir gruptaki OZrencileren diger
gruptakilere oranla daha bagarili olmasi, yetiskinlerin
yabanci dili OSgrenirken "akademik® bir yaklagim izledixleri
yani dili oZrenilmesi gereken kurallari buluna bir varlik
olarak kabul ettikleri sdylenebilir.
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Appendix I.
ENGLISH ACHIEVEMENT TEST - I
Section-I ’
Fill in the blanks: (20 blanks-Zach blank is % pts)

1) AYDIN: Hello, my name's Aydain.

T 1

JANE: My name's Jane.

AYDIN:How do you do?

) P 1

AYDIN:WhEre eeeesoccsscssnsss ¢

JANE :I'm from Zngland, and you?

AYDIN:eeeeosaceosseessss Turkey.

JANE fesvecocnssnscesosnssccse &

AYDIN:NO, I'm single.

JANE feveesevecnsscsosnssnsone ¢

AYDIN:I'm 2% years old.
e 4

JANE :I'm 20.

AYDIN:Are you a teacher?

JANE :NOy; eeeeeccesseceenssse o 1'm & secretary.

AYDIN:I'm a doctor.

JANE :Pardon?

AYDIN: ceceosssscccsccascsonn o

JANE :Well, here's my bus. Goodbye, Aydin.

AYDIN: ceieveesvossssccsasces o

2) MARY: Hello, Dan.

DAN ¢ ceececccccccoscnscne o

MARY: How are you?

DAN 2 ceeeserssscsnsnsssns o and you?
MARY: cevececenccocsnsconcs o

DAN : How is your father?

MARY: ceeecasccssccscsessse o

DAN : Well, here's my bus. Bye, Mary.
MARY: ceveccencsccevrcocnnna o



5)‘PETER:Where do you live?
YOJ ¢ seecsoosssccnsssasss BUrsa,
PETER: Where in Bursa?
YOU ¢ eccecenscssscscssceee Street.
PETER: what floor do you live on?
YOU 2 eeeeconsssscssnsncse o

PETER: What's your address?

YOU : ® @ ¢ ¢ 0 0 & & & s " O e s eSS L]

Section-II
Fill in the blanks: (10 blanks-Each blank is 4 pts.)

1) ISN'T , IS or ARE ?

ALICE: «esese. there a living-room in your flat?
BATTY: Yes, there cceeee o

ALICE: <ees.. there any armchairs in the living-room?
BZTTY: Yes, there ...... two and there is a sofa.
ATICE: ¢see.. there a cooker in the kitchen?

BETTY: HOy eceeeece o

2) AT, IN or ON?

AT ¢ I live eeee.. 37 Flamingo Road.

MARIA: Where do you work?

AT : ...... New York. My office is ...... the first floor.
MARIA: Are you American?

ATt : Wo, I live ...... the USA, but I'm Turkish.



Appendix II.

. ENGLISH ACHIEVEMENT TEST -~ II
SECTION-I

Fill in the blanks: (20 blanks-Each blank is 3 pts.)

ONUR:Hello«My name's Onur.
P 4

MARY:My name's Mary.

ONUR:How do you do?

MARY: cecesocccecsccsccnccccasnt

ONUR: Where are you from,Mary?

MARY: sececccoceavecsccncencsse o

ONUR: seceveveassscsasoscesMary?

MARY: I'm a secretary.And you?

ONUR: cveevsacasesessngineer.
essesssseseseOn holiday,Mary?

MARY: YeS,eeveccssesscasccss o

ONUR: Do you speak Turkish?

MARY: NOgeossoecososcnccsnce o

ONUR: Do you. like TPurkish food?

MARY: YeSy cevceoccscccccsoe o

ONUR: What sort of music do you like?

MARY: ecececccccecccnccscsone o .

ONUR: Do you like Turkish folk music?

MARY: Y€S, ecccececccccscasas o

ONUR: Do you like Turkish people?

MARY: seecccecracccncocccnce o

ONUR: Have you got any Turkish frlends?

MARY: YeS, ccoccoccoccccccne o

ONUR: What are their names?

MARY: cecesvscecscsccscccocs o

ONUR: How often do you visit them?

PIARY: S ¢ 0ot e OO OOOOCOOSONORIEOTSIPESISS L4

ONUR: Okey! Now we are friends!



(2)

ALAN : Where is the nearest supermarket,please?
AHMET: ceeecovccsccccocensccscses o

ALAN :I want to buy some cheese.How much is cheese?
AHMETS: eeoeesecscescscsscsscesellia

ATAN : ceesevccsssesceesesstomatoes?

AHMET: 3000 TL a kilo.

ALAN : Are bananas expensive here?

AHMET: cceaeasossoncocscsccccs o

ALAN : Thenk you very much.

AHMET: eeeescocscocsoccoccocs o

SECTION-II
Fill in the blanks:(40 blanks-Each blank is 1 pt.)

(1

Put in do, don't,does,doesn't,like,likes,it or them.

JOHN: DO JOU eesceee caLS?T

MARY : No,I don't eeee...them,but Jane e.eeeese <oees..very much.

JOHN: +eese0s you like tea?

MARY: NOyI esceseelike .e.... at all,but my sister ...... ite.

JOHN: ynat about milk?

MARY: My brother and I «¢ee.. it,but our friend ¢cece... . He
likes coffee.

JOHN: 4eseee you like whisky?

MARY: Y€ coscvcescccccnes o

JOHN: e.eeees your father work?

MARY: NOy cosccccccccccce o

(2) Put in is, are, have got, has got.

CAROL: Anne .<.... blue eyes,but her sisters ...... brown eyes.
WILLY: How 0ld +e... she?

CAROL: She .eese 19 years old.

WILLY: How maﬁy people «eese. there in her family?

CAROL: There ...... t00 many people.




(3)

Put in the appropriate verbs.(For example: live,works,...etc.)

JOHN: Where does your sister work?

MARY: She +se¢.. in London.

JOHN: Where do your parents live?

MARY: They +e¢e.. in Liverpool.

JOHN: Does your father work?

MARY: Yes,he ...... in a factory.

JOHN: What time does he eeeee.. in the morning?
MARY: He seesees at 7 o'clock.

(&)

Put in is or are.

JOHN: How many students are there in your class?
MARY: There .+.... too many students.

JOHN: Well, ...... there enough sugar in your tea?
MARY: Yes,there sccececececs o ‘

JOHN: ...... there a television in the class?
MARY: Yes there ...... a colour TV,

(5

Put in ©room or rooms; armchair or armchairs; radio or radios;

fridge or fridges; child or children; bed or beds;

car or cars; chair or chairs; lamp or lamps; and

wardrobe or wardrobes.

MARY: HOW mMBNY eeeseses are there in your flat?
JOHN: There are three.

MARY: Are there any eeessses in the living-room?
JCOHN: Yes, there are two.

MARY: Is there 8 eesecseeas ?

JOHN: Yes, there is.

MARY: Is there 8 +..e.s.. in the kitchen?

JOHN: Yes, there is a big one.

MARY: Have you ZOot 8ny eessecsee ?

JOHN: Yes, I have got two sons and a daughter.
MARY: Have you g0t 8 eoveeses 7

JOHN: No, I haven't, but I want to buy a Renault.
MARY: What are there in your bedroom?

JOHN: There are two. seseeeee and two ........ , and there

isa 68980 ee *



Appendix - IIT.
ZNGLISH ACHIEVEMENT TEST-ITI

Section~-I
(1) Fill in the blenks. ( 10 blanks-Each blank is 3 pts.)

TRAVELLER: +eeeeseseee TWO singles eeceesese. London,please.

CLERK P eesesseeses 1440 POUNGAS, coecvece o

TRAVELLER: Let's see, there's fourteen, and ..¢..... , twenty,
cessseee Jforty.

CLERK P sececcene o

TRAVELLER: eeeececes o

NEXT TRAVELLER: RetuIh .eeeseee OXFOPrd, ceeececes o

(2) Fill in the blanks. (10 blanks - Fach blank is 3 pts.)

A cieecese I help you?

B: Yes, I'm looking fOr & ssesecsss o

A: What size?

B: seecesns o

A: Here's a nice one in black. And here's another .ceeeess o

B: Well, .ecee.0e doesn't really suit mee oeeesees you got
anything in blue?

A: Here's a lovely one.

B: cececcess are they?

A: 50 000 TL.

B: civecene tTY ceeesese ON?

A: Ye8, ceescsee

Section-II

(1) Fill in the blanks. Use the correct form of the verbs in
brackets. (5 blanks-Zach blank is 2 pts.)

FRED: What JOU eseeesee. last weekend,John? (do)
JOHN: I veeeesss football with my friends. (play)
FRED: +ueeeseses you play football every weekend?
JOHN: YeSy I cecocecees s

FRED: seeseeee George come last weekend?

JOHN: No, he ceeeneee &



(2) Fill in the blanks. Use the correct form of the verbs in
brackets. (10 blanks-Each blank is 2pts.)

FATHER: What time YOU eeese... home last night? (come)

ANNE ¢ OCh, I don't know. s.eses.. 1 think.

FATHZER: Two 0'clock? I veseee.. you. (not hear)

ANNE : Well, I .seeseees in quietly. (come)

FATHER: Where ..se.... you? (to be)

ANNE : I ¢eeeesss to a folk concert with Alice and Mary. (go)
FATEZR:WhAY JOU eseessess back so late? (come)

ANNE : We «eeeees. talking about politics, you know. (start)
FATHER: sssessee late next time, Okey? (to be)

(3) Fill in the blanks.Use the comparative and superlative forms
of the adjectives in brackets.(5 blanks-Each blank is 2 pts.)

AYZE: How tall are you, Sule?

SULE: I'm 1m65 tall. '

A¥3%: Is your siseter ....e.... than you? (tall)

SULE: No, she isn't. ‘

AYSE: Who's the seessee. (tall), and who's the .eceese. (short)
in your family?

SULE: My father's the .eveeees (tall), and my mother's the

essss oy (ShOI‘t).



